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Abstract 
The paper focuses on the issue: To what extent have Czech teachers´ attitudes to the school curricular reform 
changed between years of 2007 and 2015? The first part describes some of the most dominant documents as well as 
issues or aspects of educational change/s, initiated in 2001 by the key White Paper (National Programme for 
Education Development). The latter part specifies and compares two surveys (2007, 2015), including key 
methodological aspects as well as key empirical findings (main technique: questionnaire, SPSS, sample: secondary 
education teachers). Presented surveys monitor teachers´ attitudes to selected aspects of the educational change. 
There are employed descriptive, analytical and comparative views.  Teachers´ attitudes are viewed as inner 
components of subjective evaluation substituting also key element of school culture. The surveys employ teachers´ 
subjective evaluation representing the essence of Concerns Based Adoption Model (CBAM) that is used as a 
methodological context as well as a source of tools to measure stages of concern at the level of individual human 
beings. The paper provides an insight into the comparative view of teachers´ attitudes at both stages of general 
implementation (2007) and reform modification (2015).  
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1. Introduction 
Teachers in the Czech Republic have been active participants of quite a complex school educational change that is 
called contemporary Czech school curricular reform. In the first part of the paper there are specified some of the 
most dominant documents as well as issues or aspects of educational change. The reform description in terms of 
three partial stages (systemic reconstruction, general implementation, reform modification) is applied to monitor 
development of Czech teachers´ attitudes to the ongoing change. This paper focuses on the issue: To what extent 
have Czech teachers´ attitudes to the school curricular reform changed between years of 2007 and 2015? The paper 
follows some other previous efforts of the author in this area and uses concept of ´competency-oriented concern´ 
(positive attitudes to competency-oriented educational change/s). The concept is grounded also in a more general 
concept ´innovation-oriented concern´ (synonyms: ´positive attitudes to innovations generally´, ´pro-innovative 
concern´, ´pro-innovative attitudes´, ´pro-innovativeness´). ´Innovation-oriented concern´ is viewed as a complex of 
not only subjective evaluation and emotional feelings in the direction of innovative changes, but also as tendencies 
to innovativeness. Pro-innnovative attitudes represent a construct formed by selected components of educational 
change theories (Rogers, 1969, Hall, Hord, 1987, Shotsberger, Crawford, 1999, Havelock, Zlotolow, 1995).  Basic 
attitudes to competency-oriented change and teaching might be differentiated into five levels of ´competency-
oriented concern´ (Vrabcová, 2007): competency-oriented involvement, conformity, indifference (ambivalence), 
disagreement, resistance.  
The main aim of the paper is to present selected findings that are based on comparing two questionnaire surveys of 
2007 and 2015. The paper focuses on teachers´ competency-oriented concern from the perspective of selected 
aspects that, according to selected theories of educational changes, play a very important role in the educational 
changes. The perspectives applied in this paper include: professional needs, and CBAM-based stages of concern.  
Fundamental features of the Czech school curricular change are specified in the following section.   
2. Basic features of the monitored two stages of Czech school curricular reform   
Janík (2013) describes the Czech school curricular reform as a partial change of only one specific part of the 
education system under the condition that the curricular reform is a component of wider educational reform called 
educational transformation. The key change aspects include: framework educational programmes (FEPs), school 
educational programmes (SEPs), pupils´ key competences, electronic evidence of pupils, state-level of maturita 
examination, school optimization (merging and closing down of schools), school self-evaluation, teaching standards, 
innovative teaching technology. The Czech school curricular reform might be divided into three stages (Janík, 
2013): 1. systemic reconstruction, 2. general implementation, 3. reform modification. For more details about each of 
the stages see Vrabcová (2015). With respect to the two surveys focusing the stage 2/ general implementation and 
stage 3/ reform modification, only these stages are specified below.  
 
Stage of general implementation (2005 – 2011)   
Within this stage, following systemic reconstruction (1999-2004), there can be traced some other projects aiming to 
support implementing the new curricular documents in the field of secondary vocational training; examples lie in a 
project called Pilot S. Pilot S involved 30 secondary vocational schools and apprentice schools from the whole 
Czech Republic except for Prague, social partners. This project was divided into three waves/stages marked by end-
years 2006, 2007, 2008). The versions of curricular documents from this second stage of general implementation 
are/were specific by inconsistency and unproperly specified relations between concepts, such as objectives, 
competences, standards, in particularly.  
 
Inconsistency was apparently proved even on the basis of partial content analysis focusing key competences and 
cross-curricular topics within four fundamental types of framework educational programmes (for pre-primary 
education, for basic education, for grammar schools, for secondary vocational education). Supporters of extreme 
subjectivism or those prioritizing content creating model of education projecting might equate this inconsistency 
with the positive effects, might see it as a sign for existing pluralism in educational environment. However, it rather 
represents an obstacle to identifying key competences as well as competency-oriented teaching practice (Vrabcová, 
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2007). 
 
Stage of reform modification (2012 - ) 
This stage, that is considered to start in 2012, opens the current situation and is mostly related to the intended 
revision and modification of FEPs, as well as other activities in the field of educational and curricular policy 
(including preparation of the Educational Strategy 2020). This stage is specific with other documents:   
• Framework Educational Programme for Pre-Primary Education (revised version, 2012), 
• Framework Educational Programme for Basic Education (revised version, 2013), 
• some FEPs for Secondary Vocational Training (2012), 
• Education Policy Strategy of the Czech Republic for 2020 (2014), 
• Act No. 472/2011 (School Act Amendment, 2011), 
• Act No. 370/2012 (School Act Amendment, 2012), 
• Act No. 197/2014 (Act on Pedagogical Staff, Amendment, 2014). 
This stage is specific by supplementary re-orientation of the curricular reform (Janík, 2013).  
 
Both general implementation and reform modification appear to be the most relevant for this paper because the 
following section presents selected findings based on two surveys: TEAPEC 2007 and TEAPEC 2015 with the 
purpose to get an insight into teachers´ attitudes to the school curricular reform in these particular stages.  
3. Methodological features of TEAPEC survey 2007 and 2015   
To what extent have Czech teachers´ attitudes to the school curricular reform changed between years of 2007 and 
2015? In order to unfold this question a so-called TEAPEC 2015 survey was realized in 2015; the main aim was/is 
to make inter-survey comparison with TEAPEC 2007 survey. This section focuses on specifying key 
methodological features of both surveys.   
3.1 Methods applied 
Both of the 2007 and 2015 surveys view attitudes as value-oriented or objective side-oriented mental states, in the 
sense of permanent system of positive or negative evaluation, emotional feelings and tendency to act in favour or 
against the social object of the attitude (Krech, Crutchfield and Ballachey, 1968, Lašek, 2003). Attitudes as 
subjective evaluation relations of teachers in given surveys represent the starting point for monitoring teacher´s 
innovativeness vs. tendency to resist educational changes. The attitudes are monitored by crediting 
appetency/aversion on the 7-point scale of Likert type. 
 
The surveys (2007, 2015) use a questionnaire called TEAPEC (Teachers Perception of Educational Change). The   
questionnaire was prepared by the author and in the survey of 2007 was used as one of the main methods. The 
questionnaire is structured on the grounds of questionnaire used and verified in surveys of 2006 including factor 
analysis. The questionnaire is divided into five areas: Part I. maps the basic information about a school/institution, 
where the respondent works. Part II. focuses on data characterizing the respondent individually. Part III. measures 
the cognitive dimension of teachers´ attitudes – respondents´ awareness of FEP. Part IV. composes of two sections: 
Section IV. A (items 16 – 45) and Section IV. (items 46 – 74). Each of the sections monitors four item 
groups/clusters. Part V. (items 75 – 90) focuses on pedagogical competence via teachers´ self-assessment as a 
potential source of competency-oriented concern and resistance to innovative changes in the sphere of education. 
Statistical data processing for the purpose of this paper uses: descriptive statistics, chí-squared test χ2 and other 
comparison with the values of corresponding test criteria or calculation of relevant coefficients. SPSS is used, 
selected statistical techniques are specified when applied and necessary.  
 
3.2 Research samples of TEAPEC 2015 and TEAPEC 2007 
 
The survey TEAPEC 2007 (Teachers Perception of Educational Change) was realized between: November 2006 – 
January 2007. The first stage of TEAPEC 2015 survey was realized between: April – June 2015. Both surveys were 
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realized on the sample of secondary education teachers in Královéhradecký region (one of the regions of the Czech 
Republic). Both of the research samples compose of four main subgroups of practicing secondary education 
teachers.  
 
Table 1. Structures of samples 2007 and 2015 according to school/education types   
 Types of 
school/education  
Basic school 2nd 
stage 
Grammar school 
lower + upper 
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education 
Secondary vocational 
training schools 
(SVT) 
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Due to the fact, evident from Table 1, that the types of schools/education and the subgroups are not representative, 
and are too small in the survey 2015, and not equally divided at this stage of research, the empirical data from 2015 
are not analyzed according to the type of schools. In 2007 there were distributed 680 questionnaires, in the first 
phase of the survey 2015 there were distributed 400 questionnaires. Table 2 illustrates key features of the samples; 
structure of the distributed questionnaires is stratified according to the proportion and number of schools in 
individual districts of Královéhradecký region. Table 2 shows the total as well as district-based response rates of 
both surveys.  
 
Table 2. Response rates: 2007 vs. 2015 samples total and district-based  
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38/68 
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43/130 
33 % 
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13/88 
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83/150 
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 16 
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70/115 
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73                      414/100 % 
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16 %                  27 % 
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

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As to the survey of 2015 it is evident that the total response rate is quite low:  27 % (106 questionnaires out of 400), 
whereas in 2007 the total response rate was:  61 %. As to the district-based response rates, the response rates in 2015 
in individual districts range from 15 % in the district of Trutnov up to 50 % in the district of Rychnov nad Kněžnou. 
Whereas in 2007 the district-based response rates range from 33 % in Rychnov nad Kněžnou up to 85 % in the 
district of Hradec Králové.    
 
Extremely low response rates in 2015 can support arising a question if Czech teachers´ tendency to resist the 
monitored and ongoing school curricular reform is on the increase. However, despite extreme low response rates in 
2015 (phase one), it is necessary to take into consideration even other potential causes, such as low identification 
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with the questionnaire´s form or content, work demand during the time of questionnaire survey, part of the school 
year at the moment of data collection (in 2007 it was between the third and sixth months of the school year, in 2015 
the survey was realised shortly before the school year end, between the eighth and tenth months of the school year).  
 
As to the gender, the 2015 research sample (n2015 = 106) consists of 26.4 % men and 73.6 % women. Age ranges 
between 23 – 62 years. Average age is: 42.89 years. Length of teaching practice ranges between: 0 (1) – 39 years 
(mean: 15.92). As to the gender the 2007 research sample (n2007 = 414) consists of 29.5 % men and 70.5 % women. 
Age ranges between 21 – 64 years. Average age is: 41.30 years. Length of teaching practice ranges between: 0 (1) – 
42 years (mean: 15.73).  It is evident that both samples are feminized (though slightly more in 2015), and that the 
average age and teaching practice, including ranges, are comparable.  
4. Comparing Czech teachers´ competency-oriented concern from the perspective of professional needs and  
CBAM-based stages of concern: 2007 vs. 2015  
This section focuses on the issue: To what extent have Czech teachers´ attitudes to the school curricular reform 
changed between years of 2007 and 2015? Therefore, the paper provides a more contextualized insight into the 
current situation of Czech secondary education teachers´ attitudes to selected aspects of contemporary school 
curricular reform. There are presented some of the key data related to comparing selected values of secondary 
education teachers´ competency-oriented concern in Královéhradecký region. The values are monitored as attitudes 
to the school curricular reform from the perspective of professional needs in relation to Framework Educational 
Programmes (FEP) and School Educational Programmes (SEP), and CBAM-based stages of concern. 
4.1 Competency-oriented concern from the perspective of teachers´ professional needs in relation to FEP and SEP  
 
Teachers´ professional needs in relation to FEP and SEP are targeted by five questionnaire items. Values of 
competency-oriented concern were tested (NCSS) and in case of three of these items there were confirmed alternate 
hypotheses in 2007. The alternate hypotheses stay confirmed on the significance level 0.05 for the tested statistical 
relationships between types of school/education (basic schools, grammar schools, secondary vocational training) 
and need of demonstrations/examples, need of skills training, and need of help with workload. This statistical 
conclusion from 2007 is applied as a set of comparison criteria with values that are available from the survey of 
2015.  For more see Table 3.    
 
Table 3. Competency-oriented concern from the perspective of teachers´ professional needs in relation to FEP and SEP: 2007 vs. 2015 
comparison 
 Basic school 
(2007) 
Grammar school 
(2007) 
Secondary vocational 
training 
(2007) 
 
Sample – total 
(2015) 
                                                                  
                                                                                               Values of  competency-oriented concern (means) 
 
Need of demonstrations, 
examples  
 
2,09 
 
2,41 
 
2,54 
 
3.19 
 
Need of skills training  
 
2.65 
 
3.30 
 
3.02 
 
3.65 
 
Need of help with workload 
 
3.35 
 
3.91 
 
4.09 
 
4.00 
 
 
From the values of competency-oriented concern in Table 3, when comparing all of the teacher subgroups, the 
relatively highest value of competency-oriented concern is evident from the perspective of secondary vocational 
training teachers´ need of help with workload (4.09).  The lowest value is observable among the teachers of basic 
school (3.35) also from the perspective of the need of help with workload. In all of the subgroups of the survey 2007 
we can see a slight tendency to resist the contemporary curricular reform. In the survey of 2015, without taking the 
types of school into consideration it is possible to confirm a sustainable tendency to resistance (this statement is 
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based on values that are lower than the central value 4.00). However, it is necessary to point out a slight value shift 
forward the competency-oriented involvement.  Almost all of the competency-oriented concern values (except one 
and only value 4.09 in secondary vocational training) from the perspective of three professional needs are higher in 
2015 than in 2007 (compare  the values 3.19, 3.65, 4.00 in the right Table 3 column with other values in the table). 
For frequent or very frequent occurrence of teachers´ professional needs in relation to FEP and SEP see Figure 1.  
 
, 
                                    Fig. 1. Frequent or very frequent occurrence of professional needs in relation to FEP and SEP:  
2007 vs. 2015 comparison (%) 
 
As to the inter-subgroup comparison (2007) Figure 1 shows that the highest proportions of teachers experiencing the 
monitored professional needs are evident in subgroup of basic school teachers while the lowest proportions are 
evident in the subgroup of secondary vocational training teachers. In some other words, the chart supports a 
tendency to direct proportion of experiencing the monitored professional needs in 2007 and the officially set date of 
implementing the FEP and SEP in the specific type of education/schools; the closer the date to implement the 
documents and competency-oriented teaching at the specific type of education was, the higher proportion of 
teachers experienced the professional needs.     
 
The inter-survey comparison (2007 vs. 2015) of the total samples results in evidently decreased proportions of 
teachers who experience the monitored professional needs. The decrease is not insignificant. In case of need of 
demonstration/examples the decrease is weakest: 6.28 %; in 2007 there were 68.78 % respondents, in 2015 only  
62.3 % respondents declaring to experience frequent or very frequent need of demonstration/examples. In case of 
need of skills training the decrease is stronger: 9.94 %; in 2007 there were 57.14 % respondents, in 2015 only 47.2 
% respondents declaring to experience frequent or very frequent need of skills training. In case of need of help with 
workload the decrease is strongest: 18.28 %; in 2007 there were 58.88 % respondents, in 2015 only 40.6 % 
respondents declaring to experience frequent or very frequent need of help with workload. Despite some potential 
ways to explain the decrease (such as, possible increase in teachers inner feeling of fulfilled professional needs, 
increased professional self-esteem or self-assessment, or, on the contrary, more intense subconscious feelings of 
resignation, frustration etc.) requires further exploration and analysis of more data from the questionnaire survey.   
 
4.2 Czech teachers´ attitudes from the perspective of CBAM stages of concern  
 
This subsection presents empirical findings related to Czech teachers´ attitudes from the perspective of stages of 
concern that have its roots in Concerns-based Adoption Model (CBAM). The empirical findings come from nine 
questionnaire items that were formulated for the purpose of monitoring Czech teachers´ attitudes in the survey of 
2007; the main inspiration comes from SOCQ questionnaire original items aiming to diagnose stages of concern 
according to CBAM theory.   
 
4.2.1 Core of the CBAM theory and CBAM stages of concern  
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The essence of the CBAM model consists in the accent on facilitators. For effective facilitating the changes it is 
important to understand the client, e.g. the teacher´s subjective evaluation of the change and the question how this 
subjective evaluation of changes is adjusted to their actions. The teacher´s subjective-evaluation plays a key role in 
the theory of CBAM (Concerns-based Adoption Model). The basic assumption of this theory is that a change 
cannot be adopted by social system without the change being adopted at the level of individuals. Teachers´ adoption 
of the change appears easy when the change is viewed and assessed positively by the individual teacher.  
 
The theory CBAM implies that no client system is autocratic to the extent that a change adoption could be fully and 
successfully regulated or forced from above or outside. It is necessary to provide individuals/teachers - with the 
opportunity not only to test the change/innovation content but also to make a truly independent decision to 
adopt/refuse innovations/changes. No matter how much centralised the system was, if the number of disapproving 
decisions reach a certain level, the innovation/change will come to an end (Ellsworth, 2001). The CBAM theory 
provides an insight into how the individual´s decision-making functions with a focus on the intended receiver; the 
theory is based on three dimensions: 1. stages of concern, 2. levels of use, 3. innovation configurations. The accent 
on subjective evaluation results from first dimension: stages of concern.  Diagnostics of the stages of concern (and 
levels of use) is used in this theory to draw appropriate intervention strategy. In the history of the CBAM the stages 
of concern have been modified. For example, Shotsberger and Crawford (1999), with a view of the so-called SoCQ 
questionnaire survey, speak about five stages: 1/ stage of knowledge/awareness, 2/ personal dimension, 3/ stage of 
impact, 4/ stage of co-operation, 5/ stage of management or transmission. Stages of concern must be viewed as 
implying time dimension, which means that the length of implementation process is a factor of what effective 
strategies should be used. The move from stage to stage cannot be accelerated; the only thing that can be done is to 
provide sufficient support and assistance. In case of a wrong type of support the change process can be interfered 
(Hall, Hord, 1987).   
 
4.2.2 What CBAM-based stage of concern dominates among Czech teachers in the samples of 2007 and 2015?  
 
On the grounds of factor analysis in 2007, by grouping individual data and by creating a profile based on average 
scores for separate CBAM-based stages of concern, the empirical data are firstly interpreted at the level of highest 
and second highest score frequencies (see Table 4).  
 
Table 4. Highest score frequency (overview): comparison 2007 vs. 2015  
  CBAM-based stages of concern: Highest score frequencies  
  Awareness Personal dimension Impact            Management  
           and transmission 
 
 
 
Number  
 
of  
 
teachers 
 
Basic schools 
(2007) 
 
11 0 37 1 
Grammar schools 
(2007) 
 
7 0 48 2 
Secondary 
vocational training 
(2007) 
10 1 76 5 
 
Sample – Total 
(2007) 
 
28 1 161 8 
 Sample – Total  
(2015) 
8 28 36 8 
 
According to Table 4 and the overview of the highest score frequencies in CBAM-based stages of concern, with no 
dependence on type of education, there emerges the largest proportion of the teacher sample (161 teachers in 198 
with highest score frequency) in the stage of impact (2007). Due to the fact that it is specific with some 
characteristic features, it is possible to state that 161 teachers in the sample very strongly agree to the utterance 
revealing their uncertainty and doubts if they are sure to meet demands arising from the phenomenon of change. In 
other words, these 161 teachers in 2007 very strongly agreed to sayings such as: “I am concerned for what role I am 
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to play in the change” and “I am concerned for what main consequences of FEPs will emerge for pupils”.  The 
inter-survey comparison (2007 vs. 2015) shows that the stage of impact stays dominant though with weaker 
intensity (difference between the first and the second highest score is only 8 points/teachers, 36 teachers (2007) vs. 
28 teachers (2015).  
 
The second highest score in 2007 relates to the stage of awareness (28 teachers in the sample).  On the grounds of 
specific features of the stage and from the number of teachers being self-identified with this zero concern stage 
emerges a statement that: 28 teachers know and are aware of that the change exists, but that it is not in the centre of 
their attention, and that they do not participate. The inter-survey comparison (2007 vs. 2015) shows a shift; the 
survey of 2015 shows the second highest score (28 teachers) observable in the stage of personal dimension.      
 
In each of the groups and teacher types separately/independently, as well as in the sample of 2007 and of 2015 
totally, relative frequencies and values of competency-oriented concern values are compared and presented in Table 
5. Relative frequencies are presented in Figure 2.   
 
Table 5. Czech teachers´ competency-oriented concern (COC) from the perspective of CBAM stages of concern:   2007 vs. 2015 comparison  
 CBAM-based stages of concern   
 Awareness       Personal dimension  Impact Management and 
transmission  
 Total 
  
COC 
(Mean)  
 
    Agree 
    (scale  
    values 
     5 – 7) 
 
COC 
(Mean) 
 
Agree  
(scale 
values  
5 – 7) 
 
COC 
(Mean) 
 
Agree 
(scale 
values 
 5 – 7) 
 
COC 
(Mean) 
 
Agree 
(scale 
values 
 5 – 7) 
 
  COC 
(Mean) 
 
Basic 
schools 
(2007) 
 
 
4.19 
 
      41.52 % 
 
5.78 
 
83.34 % 
 
5.82 
 
84.38 % 
 
5.02 
 
31.69 % 
 
5.20 
Grammar 
schools 
(2007) 
 
4.67       40.00 % 5.54 74.92 % 6.19 87.62 % 4.87 28.09 % 5.32 
Secondary 
vocational 
training 
(2007) 
 
4.64       56.86 % 5.60 78.34 % 5.93 83.25 % 4.51 26.81 % 5.17 
Sample 
2007 
 
4.46       48.43 % 5.64 78.82 % 5.96 84.67 % 3.41 28.62 % 4.87 
Sample 
2015 
 
3.78       32.55 % 5.18 72.03 % 5.46 76.9 % 3.89 39.15 %     4.58 
           
Table 5 contains data relevant for the comparison of competency-oriented concern values as well as proportions of 
the CBAM-based stages of concern in the surveys of 2007 and 2015. The largest proportion of respondents in the 
survey of 2007 show their identification with statements typical for stages of personal dimension and impact 
(relative frequencies range between 74.92 % and 87.62 % teachers of grammar schools). Teachers at secondary 
vocational training (2007) are specific with the exceptionally higher proportion of teachers in the stage of 
awareness.  The lowest proportion of the 2007 sample in all monitored subgroups (teachers of basic education, 
grammar schools, secondary vocational training) is observable in the concern stage of management and transmission 
(the lowest proportion of all subgroups apparent among teachers of secondary vocational training 26.81 % 
(compare: 28.09 % grammar school teachers, 31.69 % basic school teachers).  As far as the inter-survey comparison 
2007 vs. 2015 is concerned, all of the CBAM-based stages of concern are represented by lower proportions with one 
exception: the stage of management with evident increase by 10.29 %. Figure 2 illustrates distribution of CBAM-
based stages of concern in both surveys.  
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Fig. 2 Distribution of CBAM stages of concern: comparison 2007 vs. 2015 (%)  
 
As to competency-oriented concern values (Table 5), from the perspective of the CBAM-based stages, there is 
observable decreasing tendency between the years 2007 (value: 4.87) and 2015 (value: 4.58). On the contrary, it is 
necessary to highlight that despite quite low values (on the scale 1 – 7), both of the compared values are in the pro-
innovative part of the scale points. Nonetheless, after a lapse of time, increasing tendency to ambivalence or 
resistance is apparent.  
5. Conclusion  
Flexibility, adequate openness towards changes in harmony with respect for continuity and traditions seem to have 
become a part of new value system necessary and specific for the teaching profession and modern ´dream teachers´. 
Significant findings used in the field of pro-innovative involvement of Czech teachers also result from the survey by 
Světlík (2004) with the aim to trace the influence of cultural dimensions and values upon the Czech teacher. 
Attitudes - inner components of subjective evaluation represent one of the key elements/aspects of school culture. 
Teachers´ subjective evaluation represents the essence of Concerns Based Adoption Model (CBAM) that is used as 
a kind of methodological inspiration for the questionnaire and CBAM-based stages of concern.    
The main aim of this paper was to present selected findings based on comparing two surveys of 2007 and 2015. 
Empirical data collected in both surveys (2007, 2015) provide an insight into the issue of how and to what extent 
secondary education teachers´ attitudes to curricular reform developed in Královéhradecký region after a lapse of 
time. The paper focuses on teachers´ competency-oriented concern from the perspective of professional needs and 
CBAM-based stages of concern. As to some main conclusive statements summarizing the surveys it is necessary to 
emphasize that the inter-survey comparison (2007 vs. 2015) of the total samples results in evidently decreased 
proportions of teachers who experience the monitored professional needs of demonstrations/examples, skills training 
as well as help with workload. From the perspective of competency-oriented concern values, in all of the subgroups 
of the survey 2007 we can see a slight tendency to resist the contemporary curricular reform. Based on competency-
oriented concern values below 4.00 (central, neutral value) from the perspective of professional needs in the survey 
of 2015, it is possible to confirm a sustainable and slightly deeper tendency to resistance.   The same conclusion is 
supported by relevant values from the perspective of items saturating CBAM-based stages of concern as well as by 
extremely low response rates. Both of the surveys provide more data, results and issues to be not only compared and 
analyzed but also verified and to become subject of further exploration.  
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